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CHAPTER ONE: INTRODUCTION
Overview of Capstone Inquiry
The purpose of this study is to explore the best practices for improving Spanish
writing through the implementation of mentor texts for Spanish Immersion primary
students at a suburban, charter, immersion language school in the upper Midwest.
Through research of current studies, this capstone will examine the question: How does
the research recommend using mentor texts to support primary Spanish immersion
students while engaged in independent writing activities? While there are various forms
of immersion or bilingual education, research and data for this study will focus on student
data from a one-way or 90/10 Spanish immersion model.
Language education experts from The Center for Advanced Research on
Language Acquisition (CARLA) describe a one-way immersion program as, typically, an
elementary school serving grades K-5 or K-6 in which most students have a common
native language (English) and are learning a second language through total immersion as
school day instruction is done in the second language (L2) (Bondum & Stenson, 1998, p.
1). For this study, data was collected from students with a native English background
who are learning Spanish as their L2. Students in this program have had all of their
academic instruction in Spanish and have learned to read and write in Spanish at school
before having received any formal English language instruction. Although there are many
different languages taught in immersion schools, for the purposes of this study, the L2
will be Spanish.
In this chapter, I will describe my personal and professional connection to the
capstone question and explain the rationale behind the study. This chapter will also detail
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the importance and value of the study and capstone question for myself, my students, my
colleagues and school, as well as the wider language immersion education community.
Importance of Capstone Question to the Researcher
My journey with Spanish immersion education began in 1996 when I myself
attended a Spanish immersion elementary school. Although immersion schools in the
Midwest were fairly new at this time, it was clear to those around me that this model of
education was one that offered incredible opportunities to learn new languages from a
young age. After continuing my Spanish studies in high school and college, I also wanted
to make an impact on my own students by providing them with an immersion education
experience and the gift of bilingualism.
After completing my undergraduate studies in 2013, I was offered a position at a
Spanish and Mandarin immersion charter school in a suburb outside of a large
metropolitan area in the upper Midwest. Between 2013-2020 I taught second grade at this
school, and grew professionally in ways I never imagined. When one enters my
classroom it may look like a typical classroom in the United States, however there is so
much more under the surface. Each day students are being asked to think, speak and write
in their L2 while also completing a normal second grade curriculum of math, social
studies, science, etc. Students are consistently shifting between their native language and
Spanish and continuously making connections between the language and the content.
Although this is exhausting for both the students and me as the teacher, the amount of
growth the students are able to achieve is worth all of the effort. Within our school we
also have a large support system for teachers and collaborate with one another daily
through grade level meetings, all staff trainings, Professional Learning Communities
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(PLCs), and more. Because of this strong support, I have felt as though I have also grown
professionally in ways I never thought possible.
Despite growing professionally and truly believing in the immersion model, I still
felt disheartened by several challenges presented by teaching in students’ second
language. One challenge that has become increasingly concerning to me as a teacher over
the years is supporting students in their Spanish writing. From my experience, it has been
evident that students often feel bogged down by writing because of their inability to
clearly express ideas due to lack of vocabulary and spelling issues, and their general
disengagement with writing in their L2.
Acknowledging that writing instruction was an area of weakness in my teaching, I
attempted to implement several different writing structures such as journal writing, free
writing, sentence structure correcting activities, and dictation journals. Although I found
some success with these structures, I became even more overwhelmed with all of the
different elements that writing instruction entails and felt discouraged in my inability to
help my students.
Another area of frustration many of my colleagues and I have felt in the area of
writing instruction is the lack of curriculum to guide us in our teaching. Although a
curriculum may not solve all problems, I imagine having a set plan for how and when to
teach writing would alleviate a lot of our confusion on how to carry out writing lessons.
Because my school setting is an International Baccalaureate we have tried to stay away
from writing curriculums in order to allow our content and teaching to be more
transdisciplinary through each unit of inquiry. Although I strongly agree with the idea of
making learning and writing cross-curricular, with no curriculum to follow, teachers
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often feel lost in how to teach writing and little accountability has been set up to monitor
students’ writing growth.
A writing curriculum that has proved successful in many districts is The Lucy
Calkins Units of Study in Opinion, Information, and Narrative Writing Curriculum
(Calkins, 2014). In our setting, there are many barriers to its potential implementation
including lack of funds, as well as the fact that students are attempting to write in their
L2. Despite the fact that my school does not have a published writing curriculum, our
teachers have developed writing activities and lessons that accompany each unit of
inquiry. Unfortunately, these have only been somewhat successful as they are not
developed based on a school-wide writing scope and sequence or rubric. Teachers have
been largely left to fend for themselves when teaching writing, making for less continuity
between teachers and grade levels.
As a school, we recognized our students’ continued lack of writing development
and created a task force in 2017 to look at our needs for writing instruction. Although this
task force seemed promising, in the end writing instruction proved to be such a huge and
overwhelming task that few results emerged. After having little success as a committee, it
became even more apparent that this was a topic I needed to further research. Through
my research I became passionate about finding ideas and tools that could easily be
implemented in my setting.
Though it seemed as if writing instruction in my classroom was doomed, a
miracle emerged! After attending the Hamline Summer Literacy Institute in 2018, I came
away with a refreshed attitude towards writing instruction and was excited to bring back
ideas to my students in the fall. One particularly interesting session I attended was on the
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use of mentor texts as a writing instructional model. The presenters focused on the use of
mentor texts with English Language Learners (ELL) and discussed the value in utilizing
authors as models for student writing in their L2 (Holty, Faust Fraser, & Froemming,
2018). Although my setting is different than those of the presenters, I became more
interested in mentor texts and how they could be used for students learning in an
immersion program.
Feeling like I had finally made a breakthrough in how to tackle the daunting task
of teaching writing, I knew I still had much to learn about mentor texts before being able
to successfully implement their use in my classroom. My goal through this study is to
become more knowledgeable about mentor texts and how they should be implemented in
a language immersion setting in order to help my students become more confident and
independent writers in Spanish.
Potential Importance of the Capstone Question
Through research and investigation, my objective is to find strategies that I can
share with other immersion educators to enhance students’ independent writing in their
L2. Through this research I plan to answer the question, how does the research
recommend using mentor texts to support primary Spanish immersion students while
engaged in independent writing activities? More specifically, this capstone will explore
the following questions: Do narrative mentor texts in a second grade Spanish immersion
classroom support students’ engagement and use of language structures? In particular, do
students spend more time on task? How do they use punctuation to modify character
voice? How do they use grammatical structures, specifically the regular present and
regular past tenses? Some ways I plan to share my findings are through professional
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development at my school, sharing with my PLC group, and possibly presenting at a local
immersion or literacy conference. My goal for this study is to have the potential to open
ideas to other immersion educators to become more competent teachers of writing
through the use of mentor texts.
Developing students’ ability to express themselves in a second language is a task
all immersion educators seek to improve, as it is the root of language development.
Although mentor texts have been used in immersion settings previously, little research
has been recorded as to how this writing instructional model affects language immersion
students and teachers. Exploring the use of mentor texts could help other language
immersion educators to develop more explicit lessons and strategies to further improve
writing production for their students. My findings will not only benefit my own students,
but also allow other educators to strengthen the writing progress of their own immersion
students.
Outline of the Rest of the Capstone
In this chapter, my goal is to explain my personal and professional connection to
the research question. My intention is to outline the purpose and significance of this
study, as well as to explain my interest in this topic, why I believe it is important, and
how it may impact educators and students.
In Chapter Two, I look at the research that already exists surrounding this topic. I
review the literature and determine how my question best aligns with previous findings
and developments. In Chapter Three, I describe the methods used to investigate this
question and why the approach was appropriate for this study. In Chapter Four, the
results from the investigation are given and analyzed. In Chapter Five, a conclusion to the
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study is given and the research and investigation are compiled for a final outcome and
closure.
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CHAPTER TWO: LITERATURE REVIEW
Introduction
In this chapter, the current research surrounding the following questions will be
explored: How does the research recommend using mentor texts to support primary
Spanish immersion students while engaged in independent writing activities? More
specifically, this capstone will explore the following questions: Do narrative mentor texts
in a second grade Spanish Immersion classroom support students’ engagement and use
of language structures? In particular, do students spend more time on task? How do they
use punctuation to modify character voice? How do they use grammatical structures,
specifically the regular present and regular past tenses? For the purpose of this
investigation, the focus of this study will be on a one-way or total elementary Spanish
immersion programs.
First, an overview of language immersion education and research on best
practices for literacy instruction in language immersion settings will be discussed. Next, a
detailed description of mentor texts and the research surrounding their validity as a
writing instructional model will be explored. Then, a description of how mentor texts are
used as an engagement tool for students will be recorded. Lastly, findings on best
practices for implementing mentor texts in an immersion setting will be reviewed and
recorded. This chapter seeks to review literature and studies relevant to mentor texts and
how they can be used to support Spanish immersion students in becoming more
confident and independent writers in their second language (L2).
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Overview of Language Immersion Education
Fortune and Tedick (2003), language immersion experts from the Center for
Advanced Research on Language Acquisition (CARLA), illustrate the history of
language immersion programs in the United States by recounting how programs here in
the United States were originally modeled after Canadian French Immersion programs
that were first started in the 1960s. Only a decade later, similar programs for Spanish
immersion began growing within the United States and since then have become one of
the fastest growing types of foreign language programs currently in practice in schools in
the United States (Fortune & Tedick, 2003, p. 1). Within the United States and
throughout the world there are many different types of language immersion programs,
such as two-way or bilingual immersion, Foreign Language in the Elementary Schools
programs (FLES), and one-way or total/full immersion programs. For the purpose of this
investigation, the focus of this study will be on one-way or total Spanish immersion
programs. Brondum and Stenson (1998) define a one-way or total language immersion
program as:
Typically, students starting a full immersion program are all English speakers. In
a K-5 or K-6 elementary school, 100 percent of instruction is in the immersion
language in Grades K and 1. Children learn to read in this language first (¶ 2).
Students in an immersion language program in the United States are typically native
English speakers who are learning another language at school. Although this model is
common around the world, especially in Europe, this concept is still relatively rare for the
United States educational realm.
Because language immersion education is still a new concept to many, much
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debate has occurred over the years in which some believe that students in a language
immersion program will be negatively impacted by the focus on a second language.
However, research including that of Chamot and El-Dinary (1999) has shown that
students in these programs not only gain high levels of language acquisition in their L2
but their first language (L1) as well. Chamot and El-Dinary state that research over
several decades has shown that language immersion programs have proven to be highly
effective in developing a high level of foreign language proficiency in English-speaking
children and students often perform either at grade level or above in their English skills
and in other content subjects (p. 320).
Fabiano-Smith and Goldstein (2010) have identified that the reason bilingual
students are able to achieve these higher levels of language is the great amount of
flexibility young students have in transferring phonological skills and language skills
from one language to another. This is especially evident in language immersion programs
in which the L2 uses a similar alphabet as the L1 such as English and Spanish. Fortune
and Tedick (2003) describe this flexibility in the following quote.
In full immersion programs, children develop initial literacy in the immersion
language. Many cognitive processes that underlie the ability to read, such as
understanding the relationship between the spoken language and the written word,
transfer from one language to another (p.1).
This language transfer phenomenon is also described by Fabiano-Smith and Goldstein
(2010) in more detail as they state multilingual children are able to recognize the sounds
that are common between their two languages and then are able to learn how to
categorize them between each language (p.163). In turn, this phonetic connection allows

18

bilingual students to more easily access the phonetic sounds in either language and leads
to higher levels of language acquisition (Fabiano-Smith & Goldstein, 2010).
Another factor that allows for success in acquiring Spanish as an L2 for native
English speaking students is the phonics of the Spanish language. The Spanish language
has a much simpler spelling system which includes a more consistent and transparent
alphabet in which the letters typically only have one sound associated with each one.
(Barac & Bialystok, 2012, p. 414). Because of the more straightforward nature of Spanish
phonics as well as the smooth transfer that occurs between the English and Spanish
language, Spanish immersion students are able to acquire a high level of Spanish
proficiency for speaking and reading (Barac & Bialystok, 2012, p. 414).
Although it is evident that immersion students have a strong language base,
producing native-like writing and speaking skills is much more challenging for most
students. Johnson and Swain (as cited by Tedick, Jorgenson, & Geffert, 2001) recount
the challenges of producing written and oral language in the L2 for immersion students.
The research of Johnson and Swain documented that after two years, immersion students
are able to demonstrate fluency with listening and reading in their L2 and have
comparable levels to those of native Spanish speaking students, yet their written
compositions lag significantly behind that of their reading abilities. Fortune and Tedick
(2003) point out that in order to achieve high levels of speaking and writing, teachers and
students must be patient with the process, as it will require time and quality instruction
(p. 1). Throughout this study, strategies for writing instruction for language immersion
teachers will be discussed and explored more in depth.
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Best Practices for Literacy in an Immersion Setting
Just as the word “immersion” means to be completely submerged or surrounded
by something, students in language immersion learn best when language learning
activities occur throughout the entire school day. In order to allow immersion students to
receive quality literacy instruction in their L2, students must be exposed to literacy
activities throughout the day and not solely in a language arts block. Tedick et al. (2001)
emphasize the importance of content-based instruction as it both increases student
engagement and motivation as well as allows for natural language acquisition through
meaningful contexts and learning activities (p. 254). Beeman and Urow (2013) agree by
saying that “bilingual students learn best in a classroom where teachers take a
constructivist approach to literacy instruction . . . Effective biliteracy instruction enables
bilingual learners to use reading, writing, listening and speaking for a wide range of
purposes” (p. 2). When language immersion students are given meaningful, contentbased language tasks, students are more motivated to use their L2, and they gain more
exposure and time to explore the nuances of the language.
Just as content-based language tasks are vital in expanding immersion students’
language skills, the same is true in order for students to become more proficient writers in
their L2. Students must be given ample opportunities to write throughout the day and
throughout the curriculum in order to gain higher levels of written expression in their L2
(Beeman & Urow, 2013, p. 100). Just as students in a traditional, monolingual school
setting benefit from being given more time to write, the same is true for students writing
in their L2 in an immersion setting. When bilingual students are given ample time to
write in their L2, they will grow into better writers simply by producing significant

20

quantities of writing throughout the school day and year (Kroll, 2003, p. 115).
Although protected time to write is vital in acquiring higher levels of written
expression, student choice within this time is perhaps even more important in order for
students to truly be engaged in their writing task. Fletcher and Portalupi (2001) state it
best by saying that choice in writing tasks is important, as “teachers may determine what
gets taught, but only the student can decide what will be learned” (p. 9). Building on the
idea of students’ involvement in what will be learned, Calkins and Ehrenworth (2016)
note that when students have an authentic purpose to write and are given opportunities to
write about topics they feel connected to and care about, students are more engaged and
their writing tasks have a heightened importance (p. 8). Other researchers (Tedick et al.,
2001, p. 254) also highlight the importance of student choice. They note that student
choice within their craft not only provides engagement but ultimately leads to higher
levels of language acquisition as students are more motivated and intrinsically interested
in their writing product.
Along with a plethora of opportunities to produce and choose writing topics,
students must also receive feedback from both peers and teachers in order to enhance
their writing. Ferris (cited by Kroll, 2003) argues that for second language writers “the
feedback they receive from both instructors and peers may be the most significant
component in their successful development as writers” (p. 119). Therefore, it is vital that
teachers are intentional about providing time to give students feedback as well as allow
time for students to listen to each other about their writing and provide feedback between
one another. Although this feedback is essential to a student’s writing development, the
feedback should be concise and focus on only one skill. The teacher should also be an
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active listener during writing conferences and build on students’ strengths and energy
(Fletcher & Portalupi, 2001, p. 49-52).
Although teacher-student conferences are important in increasing students’
academic writing, peer conferences are also vital in building confidence as an L2 writer.
Although managing peer-to-peer writing conferences can be challenging, especially in
the lower elementary grades, there are many benefits in promoting these interactions. One
of the benefits of peer-to-peer writing conferences described by Ferris (as cited by Kroll,
2003, p. 130) includes having students take ownership of their writing. These conferences
provide a safe and nonjudgmental time for students to share their writing with a peer.
This not only builds confidence, but also allows students to see both their own and their
peers’ strengths and weaknesses (Ferris, as cited by Kroll, 2003, p. 130). Even though
there are several positive outcomes of peer feedback, Fortune and Fernández del Rey
(2003, p. 82) noted that in order for these interactions to be successful, teachers must
have set up explicit instructions for student conversations. In addition, the classroom
environment should be one in which students feel comfortable sharing with one another.
Just as peer conferencing offers a valuable time for student interaction, many
immersion experts such as Fortune and Fernandez del Rey (2003) and Dorfman and
Capelli (2007) have done studies on the positive effects collaborative writing has on
immersion students. In order to acquire higher levels of student writing in their L2,
writing activities must incorporate high levels of peer interaction and collaboration. In a
recent study, Tara Fortune, the CARLA Immersion Coordinator, and Concha Fernández
del Rey (2003), a 5th grade Spanish Immersion teacher in the St. Paul School District,
investigated how peer interaction affected students' written products. Their findings
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suggest that when immersion students work with peers on creating a written text, both
their writing and oral language in their L2 improve (p. 1).
Fortune (as cited in Fortune & Fernández del Rey, 2003) carried out another
classroom-based study in 2001 and sought to research the correlation and patterns of
immersion student language use through linguistic, interpersonal, and contextual features
(p. 1). The results of this investigation showed that when students were presented with
writing activities that required linguistically-rich interaction between peers, their output
of language tasks occurred more frequently than when given individual tasks. Fortune
and Fernández del Rey (2003) suggest that when students are given a writing task and are
given opportunities to collaborate and use creative writing, this pushes students’ use of
the immersion language and supports them in their growth as writers in the L2 (p. 3).
Not only do peer interactions for writing collaboration tasks promote language growth,
they also provide students with meaningful and engaging ways to express themselves in
their L2 writing.
Because immersion students have had less exposure to the target language than
their native language, students need explicit teaching on sentences and grammatical
structures. Briceño (2015) explains that the Spanish sentence structure is much more
complex and varied than English structures and often has more words per sentence (p.
615). Because of the complex nature of Spanish sentences, immersion students often feel
confused and uncertain with their writing as much of these structures are not yet part of
their oral language. Briceño (2015) adds that in order to support emergent bilingual
students with their language development, teachers must help students recognize how
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sentences can be written in various ways (p. 615). Table 1 demonstrates the complex and
varied ways one idea can be written in multiple Spanish sentences.

Notes: This table shows the vast differences between sentence flexibility in Spanish
versus English. (Briceño, 2015, p. 615).

Being able to produce these complex grammatical structures through writing is
one of the last skills usually acquired by students when learning a new language
(Robertson, 2015, p.1). Because of the complex nature of these skills, in order for
students to gain more confidence with different sentence structures, they need multiple
experiences to develop an understanding of these structures and their uses. Using readalouds with mini-lessons on these structures is one way a teacher can assure that each
student is gaining similar experiences with the varied sentence structures (Briceño, 2015,
p. 616). An emergent Spanish student may only be able to use simple structures that have
a subject and verb in their writing such as “El perro come” (The dog eats). In order to
help this student move forward, Briceño (2015) suggests using authentic conversations
through student talk and complex structures in read alouds to intentionally expand their
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language understanding (p. 616). Although students often feel overwhelmed and bored
when learning about grammatical structures and uses, Gambrel and Morrow (2015)
suggest that when students are asked to write for a real audience they are more engaged
in their writing process (p. 298). Incorporating language structure lessons into authentic,
content specific writing activities allow students to develop deeper meaning with the
language structures and become more motivated to use these structures in their own
writing.
It is apparent through previous research that best practices surrounding literacy
instruction in immersion education are not all that different or uncommon from that of
traditional settings. Although immersion teachers must be intentional with planning
writing and language tasks because students are learning and producing language in their
L2, the tasks really do not look so different from current literacy best practices. In the
following section, literature and research surrounding mentor texts and their value in an
immersion setting will be explored and recorded.
Mentor Texts
Students learning in a second language often need more scaffolding and
instructional modeling in order to acquire writing levels similar to those in their first
language (Barac & Bialystok, 2012, p. 413). Grabe (as cited in Kroll, 2003), explains that
students need the following factors in order to be successful in developing their literacy
skills in their L2:
(1) extensive practice in the tasks that reflect literacy demands in disciplinary
courses, (2) appropriate and effective guidance to support to carry out these tasks
successfully, (3) student engagement in the learning process, (4) focused
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discussions around academic reading and writing tasks, and (5) critical reflection
on the processes and tasks involved in language and content learning (Grabe, as
cited in Kroll, 2003, p. 253).
These factors show that effective instruction and meaningful tasks must take place in
order for students to develop their writing in their L2.
One instructional model that takes all of these factors into consideration is the
implementation of mentor texts as anchors for student writing. The instructional model of
mentor texts has recently become a popular instructional model for both monolingual and
language programs (Escobar Alméciga & Evans, 2014, p. 100). The definition of a
mentor text can vary depending on the author's opinion. However, Escobar Alméciga and
Evans (2014) state that mentor texts are “a piece of writing that is observed and analyzed
so that students may attempt to imitate one of more linguistic functions” (p. 100).
Similarly, Dorfman and Cappelli (2007) refer to mentor texts as pieces of literature that a
teacher uses to help guide students in their writing skills and push them to the next level
in their writing abilities (p. 2). Laminack (2017) however, describes mentor texts simply
as “any text you can learn from” (p. 754). What is clear from these authors’ definitions
is that mentor texts allow students to emulate what a more proficient writer may produce
and learn from their craft. Dorfman and Cappelli (2007) go further to state that mentor
texts help students envision the kind of writer they can become, as well as assist teachers
in knowing how to move the whole writer forward in their development (p. 2).
Writing is a particularly difficult task for many students, and when students are
asked to produce their writing in their second language, the task becomes even more
daunting. Through children’s literature, language teachers are able to show students how
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to carefully examine the writing skills, techniques and author’s craft to create their own
texts (Sowa & Lacina, 2011, p. 395). Mentor texts can also assist students learning a
second language in recognizing grammatical patterns and vocabulary in their L2. A study
conducted by Laman and Van Sluys (2008), found that when multilingual students were
exposed to the use of mentor texts, they became more independent and intentional with
their linguistic resources and language knowledge (p. 270). Escobar Alméciga and Evans
(2014) agree with these finds and claim that the use of mentor texts is pivotal in language
classrooms in order to develop students’ metacognitive awareness and support students in
being more flexible in their language use and ability to self-correct grammar and
language errors (p.101 &106). Because immersion students are often unable to
independently recognize common grammatical and linguistic errors in their L2, mentor
texts are concrete tools that allow teachers to address these common language mistakes
(Escobar Alméciga & Evans, 2014, p. 100).
A unique aspect of the use of mentor texts for literacy instruction is that it
requires students to analyze a piece of published writing and reflect on how they can
incorporate the mentor text’s craft into their own writing. Through mentor texts, students
are able to recognize a good writers’ techniques and then infuse them into their own
writing (Gallagher, 2014, p. 29). Ray (2006) uses the following analogy to show how
mentor texts support students writing: “Students learn to look at texts the way a mechanic
looks at cars or a musician listens to music, to use the particular knowledge system of a
writer” (p. 242). Allowing language immersion students the opportunity to explore the
craft and techniques of proficient writers in the target language not only grants students
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exposure to high quality literature in the L2, but gives them time to process the writing
craft and technique in their L2.
Although mentor texts are usually thought to be polished and published pieces of
work, Escobar Alméciga and Evans (2014) suggests that language teachers may also use
poor writing samples in order to heighten students’ awareness of common mistakes and
undesirable writing patterns (p. 100). This method allows students the chance to analyze
and reflect on a piece of writing in their L2, decipher the common language mistakes, and
learn from these texts.
Research on the relationship between reading and writing has been a topic in the
educational world since the 1980s (Grabe, as cited by Kroll, 2003, p. 246) and continues
to be a prominent aspect of literacy development (Ulanoff & Pucci, 2010, p. 410).
Because research has shown a strong correlation between students’ reading and writing, it
is not surprising that this relationship is also evident in students’ L2 literacy development.
The use of mentor texts in language classrooms offers both students and teachers the
opportunity to infuse both literacy concepts together and provide effective instructional
time for the reading and writing connection to occur. Laminack and Wadsworth (2015)
urges educators to view the reading and writing development as a mutually supportive
process in which both elements support one another. When reading and writing are taught
separately, students often develop less-effective reading-writing understandings and can
develop negative attitudes towards the literacy process (p. vii). When reading is
connected to writing tasks, students are not only able to make these linguistic connections
but find motivation as well. Grabe (as cited in Kroll, 2003) believes that students who
are acquiring a second language often find intrinsic motivation when their writing tasks
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are connected to meaningful and engaging texts (p. 246). The reading and writing
connection is at the core of literacy development and through the use of mentor texts,
teachers are able to blend both together and push students further in their literacy journey.
Mentor texts offer a launching pad for both language students and teachers to
guide them in their writing process. In the following section, the connection between
mentor texts and the writing process will be further discussed. This review will also
explore how mentor texts fit into the literacy best practices for language immersion
programs.
Implementing Mentor Texts
In order to successfully implement the use of mentor texts as a writing
instructional model, one must first carefully select texts to use as models. Dorfman and
Cappelli (2007) state that choosing a mentor text is actually quite simple, as it must be a
text with which the teacher is familiar and that the teacher connects with on a personal
level (p. 4). Laminack (2017) agrees that for a text to become a mentor text, the teacher
and students must take time with the text and come to know it as a reader before
analyzing it as a writer (p. 754). Alternatively, Culham (2018) believes that teachers
should select texts with which students can identify (p. 3). Marchetti and O’Dell (2015)
also encourage writing teachers “to consider how mentor texts can be used to build their
students’ confidence and identity as writers and critical readers” ( p. 230). Although these
authors have differing opinions, what is clear is that students and teachers must feel
connected to the text in some way and spend time with the text in order to truly become
familiar with the content and craft.
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Once a mentor text is selected, the instructor must carefully look through the text
to find examples of the author's craft, vocabulary, grammatical structures or patterns, or
other examples of exemplary writing that the teacher wants to highlight for the students
(Dorfman & Capelli, 2007, p. 4). When selecting a text, it is vital that teachers think
about their own students and what instruction they need in order to push their writing
forward. In order to assess what texts will work best, Dorfman and Capelli (2007) urge
teachers to think through the following questions when choosing texts:
Is this a book that your students could relate to and/or read alone or with a
partner? Does it provide examples of the kind of the kind of writing you want
from your students? Can it be revisited often for multiple purposes, providing
opportunities for lessons across the traits of writing? (p. 4)
These questions are especially helpful for language immersion teachers, as it will be
essential to think through what aspects a L2 student will need more explicit language
instruction and what parts students are able to do independently.
When a text is selected and the purpose has been established, students must first
get to know the text as readers before diving into it as writers. Students must hear the
story multiple times in order to have time to truly appreciate the story, characters, well as
the rhythms, words, and message. Once the text has been read and discussed thoroughly,
students can begin to examine it through the eyes of a writer (Dorfman & Capelli, 2007,
p. 5). Laminack (2017) agrees with Dorfman and Capelli and advises teachers to think of
revisiting texts as “coming to know a text in the way you know your best friend; slowly,
over time, gaining more and more subtle insights into the nuances of the writing” (p.
755). Students must be given substantial time with a text in order to fully comprehend the
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story as well as more deeply understand the author’s craft. An added benefit of spending
such a significant time with the text is that students become better acquainted with the
grammatical structures, nuances and vocabulary of their second language.
Though selecting high quality texts is essential, teachers must also carefully and
thoughtfully model the use of the mentor texts in order for their purpose to be successful.
According to Gallagher (2014), effective use of mentor texts and modeling entails much
more than handing students an example of a text and asking them to copy it. Rather,
students should be guided through a lengthy process of examining the text together as a
class before diving into writing their own creations (p. 29). Ray (2006) proposes that,
although teachers must be purposeful in planning and predetermining writing goals for
their students, it’s important to note that teachers should still be flexible in modifying
instruction to best meet the needs of their students (p. 246). When teachers consciously
plan writing instruction with mentor texts, they are able to challenge their students and
push them further in their writing process.
Another important aspect of implementing mentor texts into writing instruction is
the teacher modeling their own practice as a writer. Students need to be able to see their
teacher as someone who takes risks in their writing and makes mistakes and revisions,
just as they will be asked to do in their own compositions. Spandel (2005), articulates the
importance of the students seeing the teacher as a writer: “Almost nothing does more to
sustain a culture of writing than a teacher who writes with students, thereby underscoring
the importance of writing, and also allowing students to see the process--one writer’s
version of it--as it unfolds” (p. 43). Dorfman and Capelli (2007) also recommend that
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teachers should be seen as part of the writing community, rather than solely “the writing
teacher” (p. 9).
When teachers share their own writing they are able to make their thinking more
visible to students and demonstrate the choices they made in drafting and revising their
writing. (Dorman & Capelli, 2007, p. 9). If teachers write themselves they are able to
better foresee the struggles their students may have when attempting to write a certain
composition. This also allows them to create clearer expectations for what they want their
students to compose (Dorfman & Capelli, 2007, p. 9). The advantage to having teachers
write in the L2 is that students can become more acquainted with the language through
the teacher’s writing as well as see the teacher struggle, make mistakes, and revise in the
L2.
Although these authors describe the value the writing community gains when the
teacher is both part of the community and seen writing in the classroom, the following
section describes the importance of teachers also being viewed as the writing experts.
Laminack (2017) suggests that teachers should be the “writing exemplars of the grade
level” and that students need to be able to rely on their teachers when they are stuck in
their writing process (p. 755). Although the intention behind mentor texts is that they
push independent student writing forward, teachers need to be the bridge between
professional and student writing (Laminack, 2017, p. 755). Even though there are
differing views from Laminack (2017) and Dorfman and Cappelli (2007), it is evident
that the teacher must take a large role as a facilitator in order for student writing to
succeed.
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Teachers face many obstacles throughout the school day and time is one that
continues to hinder their ability to carry out all academic requirements. Carving out time
in the school day for writing instruction and sustained writing is a problem all teachers
face as there is so much to cover each day. Although writing instruction often gets cut
because of time, mentor texts offer a way to blend content with writing instruction. Many
authors, including Beeman and Urow (2013) and Kroll (2003), consider it best practice in
immersion education to have literacy and language instruction woven throughout
different content times. By blending read-alouds, writing, and Spanish language
instruction together, language immersion classrooms are able to naturally focus on
writing as it applies to their content. The use of mentor texts allows for the ability to
blend writing throughout different academic disciplines, further alleviating the “lack of
time woes” of teachers and creating a language-rich environment throughout the school
day.
Many schools in monolingual and language immersion programs use the writing
workshop model to both engage students in writing and give students varied writing
experiences. The mini-lesson portion of the writing workshop is typically a short and
focused lesson, no more than 10 minutes (Fletcher & Portalupi, 2001, p. 11). Because the
mini-lesson is so short, Dorfman and Capelli (2007) encourage teachers to return to a
familiar text and use just a portion of the text for instruction (p. 12). Students then engage
in a sustained period of independent writing in which student choice is at the core of the
writing workshop. Although this works well in many settings, Dorfman and Capelli
(2007) suggest that because the nature of the mini-lesson is so short, students, especially
those writing in a second language, may need more time than 10 minutes to understand
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the strategy presented (p. 13). These authors also recommend that students be given more
time to experiment with the writing technique through teacher guidance, shared writing,
and peer or collaborative writing (Dorfman & Capelli, 2007, p. 13).

Mentor Texts as a Tool for Engagement
Student engagement in writing is perhaps one of the most important aspects of
implementing mentor texts for students. In order for educators to acquire highly effective
student engagement, activities must be authentic, incorporate collaboration, have an
appropriate challenge level and offer student choice (Parsons, Malloy, Parsons &
Burrowbridge, 2015, p. 224). Fortunately, mentor texts naturally encompass all of these
aspects of effective engagement.
One vital component of engaging students with writing tasks is the authenticity of
the task. In order for students to feel motivated with a writing task, they must feel that
their writing has purpose and they must be given authentic experiences in order to
express their thoughts and ideas. Although it would be impossible to drag a classroom of
25 students out on a field trip for every learning experience, teachers can bring those
authentic experiences into the classroom through mentor texts. All students come to
school with diverse experiences and backgrounds, so in order to support the varied levels
of student language and literacy, educators can use texts to help develop similar
classroom experiences and backgrounds. Laminack and Wadswoth (2015) describe this
phenomenon by using the analogy of a bank account. Students all come with their own
experiences, thoughts, concepts and language and are being given deposits from
classroom experiences such as reading and listening and then withdraw from this account
by expressing their knowledge through writing and speaking (p. xi). When students are
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able to have these authentic experiences and conversations around mentor texts, they are
able to develop more complex ideas and a more robust vocabulary surrounding their
writing topic (Laminack and Wadsworth, 2015, p. x). Calhum (2018) agrees that students
must be allowed opportunities for authentic experiences through mentor texts, but that the
texts selected must reflect the students within one’s current classroom (p. 3). Students
should be able to see themselves and their everyday lives reflected within the texts
selected as mentors to their writing (Calhum, 2018, p. 3). With opportunities for
experiences with high-quality, student-centered mentor texts, students will find meaning
and purpose in their own writing.
Allowing student interaction and collaboration with learning tasks has also long
proven to support student engagement. Vygotsky’s (1978) Social Learning Theory
supports this claim by showing the positive effects social interaction has on students’
cognitive and linguistic development (as cited in Fortune & Fernández del Rey, 2003, p.
76). Mentor texts offer several opportunities for student talk. One notable experience is
through the mini-lesson or close study portion of the mentor text lesson. During the close
study of the mentor text, both the teacher and students should be engaging in discussion
and questioning to support students’ understanding of the text and new writing skills
(Pytash & Morgan, 2015, p. 48). During this time, teachers should not be doing all of the
talking and should allow for students to have time to talk with peers and express their
own thoughts and understandings. Fortune and Fernández del Rey (2003) agree with
these authors and state that collaboration is not only essential for engagement with
writing tasks but also pushes immersion students’ language capabilities further than when
they are asked to write independently without time to dialogue their ideas (p. 76).
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Laminack and Wadsworth (2015) suggest that in order for a mentor text to have a great
impact on students’ understanding of the author’s craft or grammar structure, they must
have several exposures with the text and ample time to discuss their findings with the
class (p. viii). When students are given time to collaborate and dialogue with classmates,
they become both more engaged and gain a higher awareness of text structures and author
craft.
In order for students to be engaged in their writing, they also must feel successful
with their task. Mentor texts naturally offer ways to differentiate instruction and
activities, so students are typically given a task that is appropriately challenging to their
individual needs (Kerr, 2017, p. 229). When selecting a mentor text, the teacher must be
purposeful about considering if the text is at an appropriate challenge level for students.
Marchetti and O’Dell (2015) suggest that texts should elevate a student’s reading ability
in a way that both pushes them but is not so challenging that students lose interest. An
appropriate text may be too challenging for students to read and fully comprehend on
their own, but through scaffolding, class read-alouds and discussion they are able to both
understand and use the techniques presented when asked to write individually (p. 27).
When students are given instruction through scaffolding, differentiation, and texts with
an appropriate challenge level they will feel successful and become more invested and
engaged in their writing.
Allowing student choice in writing is invaluable in engaging them in their writing
and thereby pushing them further in their written development. Although most mentor
texts will be read aloud to the whole class and teachers are choosing the text, what the
students take out of the text and how they produce their own writing is their own choice.
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For instance, the class may read the text, Clic Clac Muu Vacas Escritoras by Doreen
Cronin (2001) and examine how the animals use persuasive arguments to convince the
farmer they need different things. After reading this together the students choose what
argument they are going to write and how they are going to persuade someone to change
their mind (Logue, 2015, p. 58). This allows students to choose something that is
important to them and mostly likely a topic about which they have significant knowledge.
When students are engaged in writing that is meaningful to them, this heightens their
ability to produce writing and increases their knowledge of the L2. Kerr (2017) also goes
further to suggest that student choice in their writing not only aids engagement but also
helps a student build their own confidence and identity as a writer (p. 230). Calkins and
Ehrenworth (2016) support this claim by stating that when a writer is committed to their
subject, this allows them to bring their own experiences, knowledge and passion to their
writing (p.7). When students are able to choose topics that are meaningful to them, they
are not only engaged in their writing but are also able to develop a more positive writer
identity.
Mentor texts provide students with opportunities to experience authentic practice
with high-quality literature that reflects their own lives, participate in class discussion and
collaborate with peers to make meanings of the text, work with texts that match their
individual needs, and choice in their writing. Through the research it is evident that
mentor texts offer all elements necessary in order to acquire high levels of student
engagement.
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Research Gap
As language programs have grown in the last few decades in the United States,
there has been considerable research on how to best support multilingual learners by
many researchers including the works of Fortune and Tedick (2003) as well as Beeman
and Urow (2013). Despite their efforts and extensive research, there continues to be a
lack of direction for many language immersion educators on how to best support their
students’ writing development in their L2. Highly acclaimed writing curriculums, such as
Lucy Calkins’ Units of Study (2018) are often only geared towards monolingual students
and may have limited Spanish translations but are not written with the intent to be used in
a language immersion classroom. Other researchers have proven the validity of using
mentor texts as an anchor for writing instruction (Gallagher, 2014; Kerr, 2017; Laminack,
2017; Marchetti & O’Dell, 2015). However, little research has been done beyond Briceño
(2015) and Escobar-Alméciga and Evans (2014) on how to successfully implement
mentor texts as a tool for writing in an immersion language classroom. Through the
literature review it is also evident that mentor texts encompass the best practices of
teaching immersion students as well as allow students to acquire high levels of
engagement. Yet, there have not been specific studies on how the implementation of
mentor texts affect the engagement and writing process of immersion students in their L2.
Therefore, this study will go beyond the literature review and explore how the
implementation of mentor texts supports second grade Spanish immersion students in
their independent writing development. The study will also examine how the use of
mentor texts influence student engagement and attitudes toward writing tasks.
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Chapter Two Summary
In this chapter, I have reviewed the history of immersion education and the
research recommended best literacy practices for immersion programs. This section also
provides a detailed investigation about mentor texts and how the research says to best
implement them in an immersion setting. Lastly, a review of how mentor texts support
student engagement was explored. Although research exists surrounding the correlation
between the implementation of mentor texts and the development of independent writing
in immersion students, there is not substantial evidence of the validity or current use of
this practice. Through this study I intend to inquire to what extent the use of mentor texts
in a second grade immersion classroom supports students independent writing
engagement and development. The following questions guided my study: Do narrative
mentor texts in a second grade Spanish Immersion classroom support student’s
engagement use and of language structures? In particular, do students spend more time on
task? How do they use punctuation to modify character voice? How do they use
grammatical structures, specifically the regular present and regular past tenses?
In the following chapter, the methods and tools for the study will be described as well as
a detailed account of how data was collected and analyzed will be recorded.
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CHAPTER THREE: RESEARCH DESIGN
Rationale for Capstone Project and Chapter Overview
The purpose of this study is to explore the effects the implementation of mentor
texts has on primary, Spanish immersion students in their independent writing. This study
will attempt to explore the question: Do narrative mentor texts in a second grade Spanish
Immersion classroom support students’ engagement and use of language structures? In
particular, do students spend more time on task? How do they use punctuation to modify
character voice? How do they use grammatical structures, specifically the simple present
and simple past tenses?
Because students in language immersion programs are acquiring a second
language (L2) at school and being asked to express themselves completely in the L2,
writing often proves to be a challenge for many students (Johnson & Swain as cited by
Tedick et al., 2001, p. 254). My goal was to implement the use of mentor texts to blend
reading and writing together and provide students with more structure and examples of
writing in their L2.
In this chapter, I will describe the qualitative research approach as well as my
rationale for the research design and paradigm. This chapter will also define the research
tools and how they were used and be effective for this study. In addition, this chapter will
illustrate the setting, participants, and logistics for the study. Through this chapter,
readers will be able to better understand both the context and rationale behind the study.
Qualitative Research Approach
Creswell and Creswell (2018) define the qualitative approach as a means to
“establish the meaning of the phenomenon from the views of participants” (p. 17). The

40

purpose of this study is to understand the implementation of a new instructional writing
model, the use of mentor texts, from the perspective of the students who are experiencing
it. Understanding how my students experience the use of mentor texts will support me in
fine-tuning the use of mentor text with a focus on how it affects students’ attitudes and
overall academic progress towards writing.
As this research occurred in my classroom, my research plan was designed using
a process called action research. Action research is defined as a systematic exploration in
which the teacher gathers information about a particular interest and uses their findings to
create positive changes for the students involved (Mills, 2018, p.10). Unique from other
forms of research, action research acknowledges that collecting data from a group of
students can be complicated and cumbersome and does not require a control group (Mills,
2018, p.8). The aim of this type of research is to provide positive educational change and
create a platform for educational stakeholders to dialogue about the findings and how to
improve their teaching for the students (Mills, 2018, p.8). Mills (2018) encourages
teachers to follow a four step process in order to carry out their action research
successfully. “1. Identify an area of focus 2. Collect data 3. Analyze and interpret data 4.
Develop an action plan” (p.11). I followed the four step process as I moved through my
research, data collection and analysis. Using an action research design allowed me to
examine the patterns of student writing as the students become more exposed to mentor
texts as well as assess their engagement in writing activities throughout the study.
Data Collection and Analysis
As recommended by Mills (2018), I adopted the triangulation approach and used
several tools, including an artifact analysis, survey, and observations in order to gather
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data. The reason for using multiple sources for data collected is illustrated by “the
strength of educational research lies in its triangulation, collecting information in many
ways rather than relying solely on one” (Wolcott as cited by Mills, 2018, p. 139).
The first tool used for this study was an artifact analysis. Mills (2018) refers to the
artifact analysis as being either a written or visual source that provides data (p. 130).
Although an artifact can be virtually anything, for this study the artifacts used were
participant writing samples generated as part of normal classroom practice. Throughout
the study, I collected four different writing samples from the students to analyze. This
tool was useful, as it allowed me to analyze student needs and writing patterns throughout
the study.
The next tool used were surveys, which were used to assess students' attitudes and
engagement towards writing. Surveys were given to students prior to the implementation
of mentor texts as well as at the end of the study. Participants were asked to respond to
the prompt, how do you feel about writing? To make the survey developmentally
appropriate for second grade students, the survey was done in a drawing format. Surveys
were then analyzed and given a score to determine if the drawings showed positive,
negative or neutral attitudes towards writing. For this study, students were given the
survey prior to the start of the implementation of mentor texts, and then again at the end
of the study to evaluate the outcome of the use of mentor texts and the attitudes of the
students. This was useful as it allowed me to both analyze the written work and attitudes
students have towards writing as well as track patterns that arose from the
implementation of mentor texts. Although there has been extensive research on
immersion language students, literacy engagement, and mentor texts, little research has
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been done on how these elements work together. This research is important as it allowed
me to assess the impact mentor texts have on both the engagement and writing
development of my students.
The final tool used was a frequent observation of a few selected students, through
the qualitative observation model. I selected three participants to closely observe based
on my prior knowledge of them as writers and purposely chose students with differing
levels of writing development. Each participant represented a general writing level in
comparison to their other second grade Spanish immersion peers (average, above
average, and below grade level). This allowed me to closely examine these participants
and monitor any patterns in their writing engagement. Because I fulfilled the role of
teacher, observer, and note taker, I used the active participant observer model (Mills,
2018, p. 5). Through observation, I examined the amount of time participants were on
task and recorded frequent behaviors they showed during writing activities. While
observing participants, I would write a plus mark next to their participant letter when I
noticed they were on task. Each plus mark represents time on task within the 15-30
minute writing period. I also recorded notes for each student in order to track their
behavior and engagement while writing. In order to record my observations I developed a
note-taking system (Creswell & Creswell, 2018, p. 186) that enabled me to record
observations while teaching simultaneously (Appendix A) . Observations allowed me to
be able to closely examine the attitudes my students have towards writing and detect any
patterns that arose through the implementation of mentor texts.
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Procedures
In order to carry out this study, I selected three different texts based on the
recommendations of how to select texts from the literature review. The texts I selected
are; Mi Amigo Está Triste by Mo Willems (2007), Oye, Hormiguita by Philip and Hannah
Hoose (1998), and Ada Magnífica Científica by Andrea Beaty (2016). Each text goes
with three different units of inquiry that I teach within the first four months of school.
Each unit of inquiry is about six weeks long. For each text and unit of inquiry, as a class
we took time to first become familiar with the mentor text, then I gave several minilessons on the craft or grammatical structure we were studying, then students had several
days to complete their writing task, finally we reflected on their writing and students
were invited to share their work with one another. Each mentor text was given about two
weeks to complete, however this did vary some depending on the students’ understanding
of the concepts as well as time constraints and interruptions from the classroom
environment.
Data Analysis
Once the study was complete, I interpreted the data to reveal my findings.
Although much of the analysis occurred at the end of the study, I did find myself doing
some ongoing analysis and reflection while the study was in process. Ongoing analysis
allows the researcher to periodically determine if the data collection process is excluding
any important aspects that should be considered (Anderson as cited by Mills, 2018, p.
174). Following the completion of all four writing tasks, participants’ writing samples
were collected and assessed for punctuation and verb tense use based on a scale of
proficient (P), developing (D) and beginning (B). Scores were determined by me, as the
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teacher, and were based on how many times a student correctly used the punctuation or
correct use of regular past and regular present tenses in their writing task. If they were
able to correctly use the punctuation or verb tenses 75% of the time or more a student
received a proficient score, if they used punctuation or verb tenses correctly between 5074% they received a developing score, and if they used punctuation or verb tense
correctly less than 50% or required a lot of extra adult support to complete the task they
received a beginning score.
Setting
The study took place in a suburban Spanish and Chinese immersion elementary
charter school about twenty miles outside of a large metropolitan area in the upper
Midwest. The school is mid-sized (approx.750 students) and serves students ranging in
kindergarten through fifth grade, however my study focused on second grade students.
The school setting is unique in that the student population is fairly homogeneous, serving
a majority of caucasian students with less than 20% of students making up other
ethnicities. However, because the school is an immersion program, the staff population is
very diverse, and teachers are employed from all over the world, including: Argentina,
Chile, China, Colombia, Mexico, Spain, Taiwan, Venezuela, the United States and more.
Because students in these immersion programs are formally taught to read and
write at school in their L2 before they get English literacy instruction, often students’
reading test scores lag behind the state average until the later elementary grades
(Cummins, 1998, p. 1). This trend is true in this setting as well, and has been
demonstrated in state reading tests over the last three years. Students in third grade have
underperformed compared to the state average, however once students have gone through
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fifth grade, more than 50% of the grade level are meeting and exceeding standards,
outperforming the state average by close to 10%. Yet, there are still several discrepancies
including a large majority of students who qualify for Individualized Educational Plans
(IEPs) and free and reduced lunch continuing to underperform throughout the grade
levels.
Participants
For this study, I recruited students from my own classroom. I invited all students
in my class to participate and was able to get all 22 of my students’ parents and/or
guardians who are willing to allow their child to participate in the study. Students for this
study were Spanish immersion second graders, seven- and eight year-olds, who largely
come from caucasian and middle to upper class family backgrounds. Students were all
native English speakers learning Spanish at school as a second language. When the study
began, students were new to second grade and had all instruction (reading, writing, math,
etc.) in Spanish. These students began formal English instruction in school mid-school
year but have not had any English language instruction in school when the study took
place.
Ethics
In order to carry out this study, I was approved by the Hamline University
Institutional Review Board (IRB). The purpose of the IRB is to protect the participants’
safety and rights (Mills, 2018, p. 39). I provided both my schools’ administration and
students’ families with a letter that explained the plan for research and my role as both
the teacher and researcher. School administration and students’ families were also given
parental consent forms that clearly state the students were protected from harm and will
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be given anonymity in the process. Families were given the opportunity to opt out of the
research process and were not penalized for choosing to do so. Consent forms explained
the purpose of the study and what data may be disclosed and to whom this data will be
shared (Mills, 2018, p. 39).
Conclusion
Through the action research model and use of triangulation data collection, I was
able to determine how mentor texts support second grade Spanish immersion students.
Through the process of data collection and analysis, I determined common patterns and
themes as to how the implementation of mentor texts is affecting both the academic
writing and engagement of my students.
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CHAPTER FOUR: RESULTS
This study aimed to examine the following questions; How does the research
recommend using mentor texts to support primary Spanish immersion students while
engaged in independent writing activities? More specifically, this capstone will explore
the following questions: Do narrative mentor texts in a second grade Spanish Immersion
classroom support students’ engagement and use of language structures? In particular, do
students spend more time on task? How do they use punctuation to modify character
voice? How do they use grammatical structures, specifically the simple present and
simple past tenses? The study took place in a second grade Spanish immersion
elementary school classroom in the upper Midwest. Twenty-one seven- and eight-yearold students in the class participated in the study and received the same writing
instruction and interventions over the four-month study period. Prior to any formal
writing instruction, participants were given the task to draw how they feel about writing
in order to assess their level of engagement and prior feelings towards writing. Then,
participants were asked to complete a pre-assessment in which they were asked to write
three different sentences to show their understanding of punctuation. Following the preassessment, participants were given several mini-lessons over a four-month period in
which I used mentor texts to anchor the lessons. During this time, participants completed
three different writing projects following the mentor text lesson. Throughout the study I
also observed, recorded, and monitored student engagement with writing. At the end of
the study, participants were again asked to complete a drawing survey in which they
created a drawing about their comfort with and feelings about writing
In this study, the action research model and triangulation of data collection were
used. Participants’ writing samples and teacher/researcher observations were recorded in
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order to assess the outcome of the implementation of mentor texts on second grade
Spanish immersion student writing. The results of this study are shown in this chapter
and are organized by the research questions stated above.
Engagement Results
The first question addressed in the research is, do narrative mentor texts in a
second grade Spanish Immersion classroom support students’ engagement? In particular,
do students spend more time on-task? The results from the pre- and post-intervention
drawing surveys are presented here. Each participant was asked to complete a drawing
survey of their feelings and comfort with writing (Appendix B). This tool was used to
assess the comfort and feelings towards writing activities participants had before
introducing mentor texts as a writing intervention. Participants were also asked to draw
instead of writing or answering questions in hopes to get the most authentic and
accessible feedback from all students. Participants were given time to think and then
drew on a blank piece of paper. The variety of drawings were numerous and each very
distinct from one another. Only one student chose to use words in addition to their
drawings while the rest only used images. Of the participants who completed this task,
57% showed positive images when thinking of their experiences with writing. Another
23% drew images which showed negative feelings towards writing and 19% drew images
which showed they were indifferent or had neutral feelings towards writing. Figures 1-3
below are representative samples of participants’ pre-intervention drawing surveys.
Figure 1
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Participant C’s Pre-Intervention Drawing Survey

Note. Participant C shows their negative feelings towards writing by drawing a frown on
their face.
Figure 2
Participant F’s Pre-Intervention Drawing Survey

Note. Participant F shows their neutral or indifferent feelings towards writing by not
drawing an expression on their figure’s face.
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Figure 3
Participant G’s Pre-Intervention Drawing Survey

Note. Participant G shows their enthusiasm and positive feelings towards writing by
drawing their figure with a smile on their face and a thought bubble with writing ideas.
As a culmination to the study, participants were asked to repeat this activity and
results were examined to assess the change and patterns in the participants’ feelings
towards writing. An interesting change from the fist drawing survey is that many more
participants used colors and added more details to their drawings whether or not they
reported positive, negative, or neutral feelings. Whereas in the first survey only one
student used words with their drawing, in the post survey five students added words and
phrases to enhance their drawings. Although the results did not change dramatically from
the first survey, overall more students drew positive or neutral rather than negative
feelings when thinking about writing. In the post-intervention drawing survey 62% of
participants showed positive images, 9% had images with negative connotations related
to writing, and 29% drew images with neutral or indifferent feelings when thinking of
their writing experiences. Figures 4-6 below show representative samples of participants’

51

post-intervention drawing surveys.

Figure 4
Participant J’s Post-Intervention Drawing Survey

Note. Participant J shows their positive feelings towards writing by drawing a smile on
their face as well as writing “Yo siento feliz por que me gusta escribir” or I feel happy
because I like to write.
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Figure 5
Participant S’s Post-Intervention Drawing Survey

Note. Participant S shows their negative feelings towards writing by drawing themselves
sleeping on their desk while the teacher teaches writing.

Figure 6
Participant M’s Post-Intervention Drawing Survey

Note. Participant M shows their neutral or mixed feelings towards writing by drawing a
figure who is smiling and a figure with a frown.
The writing intervention seems to have had a neutral or positive correlation with
participants' feelings about writing, as shown in a comparison of the pre-intervention
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drawing survey and the post-intervention drawing survey in Table 2. While 57 % of
participants' reports showed no change in their feelings from the pre-intervention survey
to the post-intervention survey, 33% indicated more positive feelings about writing after
the intervention. Only 10% of participants showed a negative change in attitudes towards
writing.
Table 2
Pre-and Post-Intervention Drawing Survey Results
Participants
Pre-Intervention Drawing
Survey Results

Post-Intervention
Drawing Survey
Results

A
+
+
B
+
+
C
+/D
+/E
+
+
F
+/+
G
+
+
H
+/+/I
+
+
J
+
+
K
+
+
L
+/M
+/N
+
+
O
+/+
P
+
Q
+
+
R
+
+/S
T
+/+
U
+
+
Notes. + = positive images, - = negative images, +/- = neutral images

Another tool used to assess the engagement of students in their individual writing
tasks was to observe their time on task (Appendix A). Three participants were chosen to
observe more closely. Participants were chosen based on the teacher’s prior knowledge of
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them as writers, and were purposely chosen as each had a differing level of writing
development.

Participant E was chosen as they had previously shown average second grade
Spanish immersion writing development. Prior to the introduction of mentor texts, this
student generally showed a neutral or positive attitude towards writing but was not
always eager to write on their own. Participant G was chosen as this student showed a
higher than average grasp of Spanish writing for second grade and generally showed
great enthusiasm and eagerness for writing. Lastly, Participant L was chosen as they were
more hesitant and uncomfortable with writing compared to their peers. Participants often
would exhibit off-task behaviors during writing time in order to avoid the work and often
became frustrated with writing tasks. The differing comfort and levels of writing of each
participant allowed the researcher to observe how the introduction of mentor texts affect
the participants’ time on task and general attitudes towards writing. Observations and
data for time on task for each participant is represented in Table 3 shown below.

Over the course of the study, the results showed that the time on task did not
change drastically for either Participant E or Participant G but did change more for
Participant L. Both Participant E and Participant G had previously exhibited at least some
sense of comfort with writing in Spanish and exhibited that throughout the study their
time on task remained almost the same throughout. Participant L remained mostly
engaged in their writing task but often would rush through work or make careless
mistakes that were part of the mentor text mini lesson. Participant G continued to show a
great amount of enthusiasm for writing and remained on task for almost all of the lessons
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observed. Although their on-task behaviors did not change much, both participants often
expressed enthusiasm with their writing tasks such as asking to show their writing to the
class or eagerness to create another book or writing piece similar to the one assigned.

Interestingly, Participant L, who exhibited the most discomfort and hesitancy with
writing prior to the mentor text intervention, did show a change in on-task behavior. The
first observation of Participant L was during the pre-intervention writing task, they
immediately shut down and had a hard time getting started on the task. Over the 20
minute period of writing, Participant L got little accomplished and had a mostly blank
page. However, a few weeks later after the first mentor text lesson had been introduced
and participant L was again observed they were much more at ease and were much more
on-task than the previous observation. However, during the next observation Participant
L was again back to their previous off-task behaviors and was having a very hard time
getting started. But, it should be noted that Participant L had missed the mentor text
lesson due to being absent from school and was frustrated that they didn’t know all of the
background knowledge. With a bit of coaching from the teacher, Participant L was able
to accomplish some of the writing task, but still continued to exhibit avoidance behaviors.
In the last observation, Participant L was back to being motivated and even eager to
write. The participant asked for help from the teacher, which they previously avoided
doing, and expressed their enthusiasm for both the mentor text and writing task.

From the observations, it is clear that the implementation of mentor texts had a
fairly neutral effect on time on task for participants who were identified as average or
above average writers. However the results suggest that students like Participant L who
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were identified as lower than average writers and who struggled with confidence in their
writing had some positive impact with time on task with mentor text writing. Overall, the
observations showed a general sense of comfort with writing related to the mentor text
writing lessons.
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Table 3
Participant On-Task Observations
Participant:

Date:

Time on Task:

Notes:

Participant E

10/28/2020

++

11/11/2020

+++

12/6/2020

++

12/10/2020

++

Motivated but
wants to finish
and rush through
writing task.
Wants to create
more books
similar to this
task.
Motivated and
asked to share
writing when
completed.
On task but wrote
several words in
English and
rushed through
task.

10/28/2020

+++

Participant G

Got started right
away. Wants to
write about a lot
of different ideas.
11/11/2020
+++
Very focused and
on task.
12/6/2020
++
Off task a bit but
motivated to
finish and work
on writing with a
reminder.
12/10/2020
+++
Very motivated
and wants to
share her writing
with the class
when completed.
Participant L
10/28/2020
+
Having a hard
time to get started
on task.
11/11/2020
++
More motivated
than the first
writing task.
Wants to write
several pages.
12/6/2020
+
Was absent for
part of the mentor
text lesson.
Having a hard
time getting
started on a
writing task.
12/10/2020
+++
Asked for help
and was
motivated to
finish the writing
task. Very
motivated by
mentor text.
Notes. The symbol + represents time the participant was observed on task on a 15-30 minutes independent writing task time.
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Use of Punctuation in Writing Results
Another intent behind this study was to observe the effect that the implementation
of mentor text lessons had on students’ use of punctuation in independent writing tasks.
More specifically, the question that was asked was how do students use punctuation to
modify character voice. Participants were asked to complete four different writing tasks
throughout the study. The first task was a pre-intervention task to see the participants’
baseline writing prior to the mentor text intervention. Following the pre-intervention
writing task, several mentor text lessons were given throughout the study and three main
texts were chosen and used as models for three different writing tasks. Each writing task
focused on the use of punctuation. However, the type of punctuation varied from each
task and mentor text.
Following the completion of each writing task, participants’ writing samples were
collected and assessed for punctuation use based on a scale of proficient (P), developing
(D) and beginning (B). I determined the scores based on how many times a student
correctly used the punctuation in their writing task. If they were able to correctly use the
punctuation 75% of the time or more a student received a proficient score, if they used
punctuation correctly between 50-74% they received a developing score, and if they used
it correctly less than 50% or required a lot of extra adult support to complete the task,
they received a beginning score.

In the pre-intervention writing task, participants were asked to write three
different sentences to show their understanding of punctuation prior to the
implementation of mentor texts. Each participant was given the same paper with three
boxes (Appendix C). In the first box students were asked to create dialogue between two
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characters using a normal sentence to show their understanding of using a period to end a
sentence. In the second box participants were expected to show the characters asking a
question to demonstrate the use of questions marks. And lastly participants were
challenged to write dialogue in which their characters were showing emotion in order to
assess their use of exclamation marks. Only 14% of participants received a proficient
score with the pre-intervention writing task, whereas 52% received a developing score
and 34% of participants received a beginning score. Although few participants were
proficient with this task, it was clear that many participants had somewhat of an
understanding of punctuation and would use a period, question mark, or exclamation
mark sporadically, but not consistently, throughout their writing. Figure 7 below shows a
sample of a participant's pre-assessment writing.
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Figure 7
Participant K’s Pre-Intervention Writing Task

Notes. Participant K received a developing score as they included some correct
punctuation, such as the use of periods in the first box, but did not use correct punctuation
consistently throughout the whole writing piece.
Following the pre-intervention writing task, I began to introduce mentor texts as a
way to teach writing concepts such as punctuation. The first mentor text used was Mi
Amigo Está Triste by Mo Willems (2007). In this text, Geraldo the elephant is sad and his
friend Cerdita is trying to cheer him up by dressing up in silly costumes. Willems (2007)
uses speech bubbles and different punctuation to enhance his characters’ voices. In my
role as the teacher, I read the text to the participants several times and conducted
multiple writing lessons using this text. Participants were then challenged to write their
own piece showing two characters dialoguing and using speech bubbles and punctuation
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to enhance character voice (Appendix D).

Although few participants showed proficiency with punctuation prior to the
implementation of mentor texts, participants demonstrated significant growth with the
first writing task. Compared to the 14% of participants proficient with the preassessment, 34% of participants scored proficient with the first intervention writing task.
A large number of participants, 43%, continued to receive developing scores, but only
14% received basic scores which decreased from the original 34% who received basic
scores in the pre-intervention writing task. Figure 8 below shows a sample of
participants’ first writing task.
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Figure 8
Participant D’s First Intervention Writing Task

Notes. Participant D demonstrates their knowledge of different punctuation by correctly
and consistently using periods and questions marks throughout their writing piece.

In the second intervention writing task I used the book Oye Hormiguita by Philip
and Hannah Hoose (1998) to teach participants about perspective in writing as well as the
use of punctuation to show which character is talking (Appendix E). Although
participants continued to show improvement, the results did not increase as much as they
did in the first intervention writing task, 29% of participants still were able to earn a
proficient score. Participants still showed an overall increase in awareness of punctuation
use. More than half of the participants, 62%, demonstrated a developing score and only
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9% of students received a basic score, which continued to decrease substantially the
original 34%. Figure 9 below shows a sample of a participant’s second intervention
writing task.
Figure 9
Participant N’s Second Intervention Writing Task

Notes. Participant N demonstrated a developing understanding of punctuation use in their
writing by using some punctuation but not consistently throughout their whole writing
piece.
The final mentor text and third intervention writing task used the book, Ada
Magnífica Científica by Andrea Beaty (2016). In this text the main character, Ada, shows
her curiosity and love for questioning how things work. After reading the book with the
students multiple times and several lessons, students were tasked with writing about a
time they were curious and how they inquired about their curiosity (Appendix F).
Participants showed great improvements with using punctuation from the second writing
task as well as from the pre-intervention writing task. More than half, 57%, of the
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participants received a proficient score and 29% of participants demonstrated a
developing understanding. Lastly, only 9% of participants received a basic score. In
general, participants showed a greater understanding of different punctuation as well as
the ability to incorporate the punctuation independently into their writing. Figure 10
below shows a sample of a participant’s third intervention writing task.

Figure 10
Participant I’s Third Writing Task

Notes. Participant I demonstrates a proficient understanding of punctuation by correctly
and consistently using punctuation throughout their writing piece.
From the results it is clear that through the implementation of mentor texts
participants did gain a better understanding of punctuation in their independent writing.
Although the data did not show steep growth and some participants continued to receive a
developing or beginning score, participants did demonstrate growth towards proficiency
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of using punctuation to enhance character voice in their writing. From the preintervention writing task to the third intervention writing task, more than three times the
students were able to achieve proficient scores in the end.
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Table 4
Use of Punctuation in Writing Tasks
Participants

Pre-Intervention Task

Intervention Task #1

Intervention Task

Intervention

#2

Task
#3

A

P

P

D

D

B

D

D

P

D

C

B

B

B

B

D

D

P

D

P

E

B

D

D

P

F

B

P

P

P

G

P

P

D

P

H

D

P

P

P

I

D

D

P

P

J

B

B

D

D

K

D

Absent

D

P

L

B

D

D

D

M

D

D

D

D

N

D

D

D

Absent

O

P

P

P

P

P

D

D

D

P

Q

D

P

P

P

R

D

D

D

D

S

D

Absent

D

P

T

B

D

D

P

U

B

B

B

B

Results

Proficient- 14%

Proficient- 34%

Proficient- 29%

Proficient-

Developing- 52%

Developing- 43%

Developing- 62%

57%

Basic- 34%

Basic- 14%

Basic- 9%

Developing-

Absent- 0%

Absent- 9%

Absent- 0%

29%
Basic- 9%
Absent- 5%

Notes. Writing development level based on a scale of proficient=P, developing=D, and basic=B. If participants did
not complete a writing task due to absence they are marked absent and writing was not graded.
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Use of Past and Present Verb Tense Writing Results

Another question this study attempted to answer was how students use
grammatical structures, specifically the simple present and simple past tenses when
writing independently. Participants were asked to complete the same four writing tasks
throughout the study in order to assess their understanding and use of the past and present
tenses. The first task was a pre-intervention writing task to see the participants’ baseline
writing prior to the mentor text intervention. Following the pre-intervention writing task,
several mentor text lessons were given throughout the study and three main texts were
chosen and used as models for three different writing tasks. The pre-intervention writing
task and the first two intervention writing tasks focused on using the present tense and the
last intervention task challenged students to use the past tense.
Following the completion of each writing task, participants’ writing samples were
collected and assessed for use of past and present tense within their writing. Participants’
writing was assessed based on a scale of proficient (P), developing (D) and beginning
(B). Scores were determined by the teacher based on how many times a participant
correctly used the past or present tense in their writing task. If participants were able to
correctly use the verb tense 75% of the time or more a student received a proficient score,
if they used correctly between 50-74% they received a developing score, and if they used
it correctly less than 50% or required a lot of extra adult support to complete the task they
received a beginning score.

In the pre-intervention writing task participants were just expected to write and no
tense was specified for instructions (Appendix C). Although a tense was not required
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most participants used the regular present or future tense as that is what they were most
familiar with using in other writing assignments. When grading the pre-intervention
writing tasks, I used the proficient, developing, and beginning grading scale but looked
for general correct verb conjugation since a specific tense was not expected. Conjugating
verbs proved difficult for most participants and only 9% received a proficient score with
the baseline writing. However, over half of the participants, 62%, showed they had some
understanding of verb conjugation receiving a developing score. Lastly, 29% of
participants received a beginning score as their writing had few correct verb
conjugations. Figure 11 below shows a sample of a participant’s pre-intervention writing
task.

Figure 11
Participant B’s Pre-Intervention Writing Task

69

Notes. Participant B displays their developing understanding of verb conjugation by
correctly using some verb tenses but not consistently throughout the writing piece.
The first intervention writing task following the implementation of mentor texts
was modeled after Willems' (2007) book Mi Amigo Está Triste. Participants were
expected to create dialogue using the regular present tense between two characters
(Appendix D). Although the baseline writing displayed how challenging verb conjugation
is for second grade Spanish immersion students, growth was evident with the first writing
task. Compared with only 9% of participants being proficient with the pre-assessment
writing, 34% of participants achieved proficiency with using the present tense in the first
writing task. A large number of participants, 48%, remained in the developing category
but continued to show growth with their understanding of the regular present tense. Only
9% of participants received basic scores showing great improvements from the preintervention writing task. Figure 12 below shows a sample of a participants’ first
intervention writing task.
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Figure 12
Participant R’s First Intervention Writing Task

Notes. Student R demonstrates their more proficient knowledge of the regular present
tense.
The following writing task used Philip and Hannah Hoose’s (1998) book, Oye
Hormiguita as a mentor text. At the end of this book, the main character needs to choose
between squishing an ant with his foot or letting the ant go, and the reader is left to
decide the ending for themselves. Participants were asked to write their own ending and
decide how they would like the story to end using the regular present tense (Appendix E).
Although participants continued to show growth compared to their pre-intervention
writing task, this second intervention writing task was more challenging for participants
in general. More participants received developing scores, 64%, than the previous writing
task but 24% still showed proficiency and again only 9% received basic scores. Despite
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the data not showing a steep increase in proficiency, participants still demonstrated
growth in their writing and understanding of verb conjugation. Figure 13 below shows a
sample of a participant’s second intervention writing task.

Figure 13
Participant F’s Second Writing Task

Notes. Participant F shows an increased understanding with the present verb tense in their
second writing task.
The third intervention writing task in the study used the book, Ada Magnifíca
Científica, by Andrea Beaty (2016) . The story follows the story of a young girl growing
up and is told in the past tense and shows the protagonist asking a lot of questions in the
past tense. Using this book as a model, participants were challenged to think of a time in
the past that they were curious about something and inquired to learn more. Participants
were expected to write in the past tense to show that this was a time that had already
passed in their lives (Appendix F). Because the past writing tasks had focused on the
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present tense, I expected this to be more challenging for the participants, but was
pleasantly surprised by their ability to adapt to a different tense. More than half, 67%, of
the participants displayed proficiency in their ability to write in the past tense which is
more than five times the number of participants who achieved proficiency in the preintervention writing task. Although 100% of the class did not gain proficiency with the
last writing task, huge growths were made and only 19% of participants received a
developing score as compared to the 67% who had previously achieved developing in the
second writing task. Figure 14 below shows a sample of a participant’s third intervention
writing task.

73

Figure 14
Participant H’s Third Writing Task

Notes. Participant H displays their higher understanding of the past tense in their third
intervention writing task.
Through the results of this study, it is evident that the implementation of mentor
texts had a positive effect on participants’ understanding and use of past and present tense
in their independent writing. Even though the data did not show a perfect pattern of
growth and several participants continued to earn developing or basic scores in their
writing, large gains were made and overall, students’ writing improved considerably.
From the pre-intervention writing task to the third intervention writing task, great growth
was made and about two thirds of the class were able to achieve proficiency in their
writing.
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Table 5
Use of Past and Present Tenses in Writing
Participants

Pre-Intervention Task

Intervention Task #1

Intervention Task

Intervention

#2

Task #3

A

P

P

P

P

B

D

D

D

P

C

B

B

B

B

D

D

P

D

P

E

B

D

P

P

F

D

D

D

D

G

P

P

P

P

H

D

P

P

P

I

D

D

D

P

J

B

D

D

D

K

D

Absent

D

P

L

B

D

D

D

M

D

D

D

D

N

D

D

D

Absent

O

D

P

D

P

P

B

D

D

P

Q

D

P

P

P

R

D

P

D

P

S

D

Absent

D

P

T

D

D

D

P

U

B

B

B

B

Results

Proficient- 9%

Proficient- 34%

Proficient- 24%

Proficient-

Developing-62%

Developing- 48%

Developing- 67%

67%

Basic- 29%

Basic- 9%

Basic- 9%

Developing-

Absent-0%

Absent- 9%

Absent- 0%

19%
Basic- 9%
Absent- 5%

Notes. Writing development level based on a scale of proficient=P, developing=D, and basic=B. If participants did
not complete a writing task due to absence they are marked absent and writing was not graded.
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Conclusion

The aim of this study was to examine how mentor texts can be used to support
primary Spanish immersion students while engaged in independent writing activities.
More specifically, this capstone study explored the following questions: Do narrative
mentor texts in a second grade Spanish Immersion classroom support students’
engagement and use of language structures? In particular, do students spend more time on
task? How do they use punctuation to modify character voice? How do they use
grammatical structures, specifically the simple present and simple past tenses? Several
different tools and methods were used to investigate these questions and assess the
results. Through observation and analysis of the drawing surveys and multiple participant
writing samples, it is evident that the implementation of mentor texts as an intervention to
teach writing had a positive effect on the development of these second grade Spanish
immersion students’ writing. The participants displayed positive trends of growth with
engagement and time on task while writing. More participants became proficient with
their use of punctuation to modify character voice and use of past and present tense.
Overall it is clear that mentor texts are an engaging and effective intervention tool for
teaching writing to primary Spanish immersion students. In the following chapter the
major findings and implications will be discussed and limitations to this study will be
reviewed. Further research for this study will be suggested and a personal reflection will
be explained.
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CHAPTER FIVE: CONCLUSION
The research study sought to answer the question: How does the research
recommend using mentor texts to support primary Spanish immersion students while
engaged in independent writing activities? More specifically, this capstone explored the
following questions: Do narrative mentor texts in a second grade Spanish immersion
classroom support students’ engagement and use of language structures? In particular, do
students spend more time on task? How do they use punctuation to modify character
voice? How do they use grammatical structures, specifically the regular present and
regular past? A classroom research study was created in which second grade Spanish
immersion students were taught through the writing intervention of mentor texts to both
support their engagement in writing and use of Spanish grammatical structures in
independent writing tasks. Pre- and post-intervention drawing surveys as well as
participant observations were used to assess the patterns of student engagement. Students
completed four different writing tasks throughout the study: the first was a preintervention writing to be used as a baseline and the following three all included the
intervention of mentor text lessons. This chapter includes a review of the major findings
of this study and its implications for second grade Spanish immersion students, as well as
a discussion about the study’s limitations, suggestions for further research, and a personal
reflection on the study.

Major Findings and Implications

Engagement with Mentor Texts
One question this study aimed to answer is how do narrative mentor texts in a
second grade Spanish Immersion classroom support students’ engagement and use of
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language structures? The study's pre- and post-intervention drawing surveys and
observations confirmed the claims made by Laminack (2015) and Calhum (2018) stating
that in order to achieve high engagement writing activities must be authentic and offer
opportunities for student choice. When participants were excited about the mentor text
and writing task the results showed both higher achievement and student engagement. In
Table 2 the data shows how all three participants were motivated when they knew their
writing was for an authentic purpose and were given choice within their writing task.
Table 1 also confirms the claims of Laminack (2015) and Calhum (2018) by showing the
growth in motivation for writing between the pre and post drawing surveys. Before
mentor texts were implemented fewer students expressed confidence or engagement with
writing. Whereas, over half of the class expressed this ease and motivation after the
implementation of mentor texts.

Dorfman and Cappelli (2007) and Laminack (2017) believe selecting mentor texts
that are meaningful text for both the students and teacher is vital for student engagement
with the writing task. Through this study it is evident these researchers’ claim is true and
the mentor text plays a critical role in student engagement. This is especially clear when
looking at the results from the second writing in this study. Table 2 shows the observation
of student engagement for three selected students. All three students showed less
engagement on the 12/6/19 date which was when they were working on the second
writing task. Although the text selected, Oyé Hormiguita (1998), is one I am very
familiar with and is a text my grade level uses as part of our unit of inquiry, the timing of
my lesson and writing activity was cut short due to everyday happenings in an elementary
classroom. Because of this, both I and the students felt rushed and did not have as much
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time to dig into either the mentor text or the writing project resulting in lower
achievement and engagement from students. Cappelli (2007) states that teachers must
select a text that they are passionate about and it is clear that my own lack of passion and
rushing got in the way of student engagement for this writing task.

However, when looking at Table 2, the first (11/11/2020) and third writing task
(12/10/2020), it is clear students felt connected to these mentor texts and were highly
motivated, confirming Culham’s (2018) claim that students must be able to identify with
the text in order to be engaged. During the first writing task students were so excited
about writing like author Mo Willems (2007) that they asked to create their writing
projects into books. Although this was not what I was intending for this project, I gave
them the option of turning their writing into book form and over half the class did this
and then wanted to share them with the class. In Table 2 the observation notes state that
Student E remarked that they even wanted to create more books in this style once they
were finished with their initial writing project. Later, when working on the third writing
task, students were able to identify with the characters in the story, Ada Magnífica
Científica (2016) , and were highly motivated by writing themselves as characters into
the story.

Use of Punctuation in Writing
Another question this study aimed to answer is, how do students use punctuation
in their writing to modify character voice? Sowa and Lacina (2011) claim that through
the use of children’s literature, language teachers are able to show students how to
carefully examine the writing skills, techniques and author’s craft. In this study, the
transformation of students’ use of punctuation in independent writing confirms this claim.
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When students were given concrete and authentic examples of punctuation through
mentor texts, they were given the time and space needed to develop a higher
understanding of how to use different punctuation in their own writing. Table 3 shows
how students initially started with a low understanding and implementation of
punctuation in their writing but by the third writing, 57% of students ended the study with
proficiency.

Escobar Alméciga and Evans (2014) express that immersion students are often
unable to recognize their grammatical mistakes in their second language, but through the
use of mentor texts students are able to more carefully examine their own writing. This
claim holds true through this study, as students were more easily able to identify
punctuation mistakes and incorporate different types of punctuation in their writing.
Writing samples from the study show a wider range of punctuation use from the initial to
the final writing task. In the baseline writing task students rarely used other forms of
punctuation besides a period, but throughout the three mentor text writing tasks many
expanded their use of punctuation to include questions and exclamation marks. When
students were asked to reflect on their punctuation many referenced the mentor text to
explain why they had chosen different forms of punctuation. The claims of Sowa and
Lacina (2011) as well as Escobar Alméciga and Evans (2014) are evident in this study
and support the notion that mentor texts heighten students’ use of punctuation in their
independent writing.

Use of Simple Present and Simple Past Tense
The final question this study examined was how do students use grammatical
structures, specifically the simple present and simple past tenses in their independent
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writing? Laman and Van Sluys (2008) believe that when multilingual students are
exposed to the use of mentor texts, they become more independent and intentional with
their linguistic resources and language knowledge (p. 270). Briceño (2015) agrees with
this notion and suggests that in order to support emergent bilingual students with their
language development, teachers must help students recognize how sentences can be
written in various ways (p. 615). The beliefs of Laman and Van Sluys (2008) and
Briceño (2015) are defended and proven through the writing samples collected
throughout the study. Table 4 shows the growth of student knowledge about the simple
past and simple present tenses throughout the study. Before mentor texts were
implemented (pre-assessment writing task) only 9% of students were able to proficiently
write using either verb tense. However, by the third writing task this number grew to 67%
of students proficient with the simple present and simple past tenses.

Gambrel and Morrow (2015) state that incorporating language structure lessons
into authentic, content specific writing activities allows students to develop deeper
meaning with the language structures and become more motivated to use these structures
in their own writing. As shown in the observations recorded in Table 2, students
expressed greater engagement and confidence with their writing following the
implementation of mentor texts. This was especially evident in the observations of
Student L, who prior to this study had little confidence and often would shut down during
writing tasks. However, in the third task, this student asked for help showing that they
were feeling more comfortable with their own writing abilities as well as the support of
the mentor text and teacher. The research suggestions of Laman and Van Sluys (2008),
Briceño (2015), and Gambrel and Morrow (2015) are evident in this study and support
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the idea that mentor texts strengthen students’ use of simple present and simple past verb
tenses in their independent writing.

Limitations
As most studies, there were several limitations to this study that should be
addressed. Because this study was designed as an action research study in an educational
setting, the teacher acted as both the instructor as well as the researcher (Mills, 2018,
p.10). This offers several limitations because the teacher is both the one influencing
student instruction and performance as well as collecting data. Without a neutral
perspective, some observations and data could be biased since the teacher had previously
developed views and relationships with students. Another limitation that presented during
the study was the need for me to act as both the teacher and researcher. This resulted in
the demand to work around every day happenings and interruptions in an elementary
classroom such as behavior management, school events and activities, participant
absences, and other curriculum demands. The study was originally aimed to take place
for three months and ended up spanning across a four month period. Lastly, because the
researcher also acted as the teacher to the participants, this made it more complicated to
easily take detailed notes and observations of students during their writing period.

Another limitation to this study is the background and diversity of participants.
Because this is an educational action research study, there was not a way to have a
control group of students to compare against. Although I was lucky to get permission
from the parents of all 22 students to participate in this study, the data pool is still fairly
small and the results from the study can only be compared against each other rather than
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across several different classrooms, grade levels, or other school settings. Lastly, because
participants are humans with differing educational, family, socioeconomic and ethnical
backgrounds it is uncertain what knowledge they had or didn’t have before coming into
the school year and study. All students in the class were invited to be part of the study
and did not need to meet certain requirements to participate. Because of this, I as the
teacher had to offer differentiation to best meet the needs of students. For example,
students with individual educational plans may have been given accommodations or extra
support resulting in some skews in the data.

Implications
This study has significant implications for several different stakeholders including
participants/students, immersion teachers, school administrators, greater immersion
community, and myself as an educator. The drawing surveys, writing samples and
observations give vital information that the implementation of mentor text as a tool for
writing instruction for elementary Spanish immersion students is a proven method of
instruction. Not only did the study show that participants made great academic gains with
their use of punctuation and simple present and simple past tense, it also showed great
engagement with writing.

Not only does this affect the way students will learn and grow as writers in their
L2, but it also gives crucial information to immersion educators and administrators. I plan
to share this study with my colleagues and school administration as our school continues
to refine our literacy and writing expectations for teachers and students. This study would
be valuable to immersion teachers as it can be used as a guide to how to implement
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mentor text as a writing tool in the classroom. As a professional learning community
(PLC) facilitator, I plan to share my findings with my group as we are studying Laminack
and Wadsworth’s book, Writers are Readers: Flipping Reading Instruction into Writing
Opportunities (2015), and this study has great connections with the book as well as
references Laminack’s research throughout the study.

Because my school does not currently use a curriculum for writing, I would
suggest our administration consider either creating a task force to write our own scope
and sequence for writing and use mentor texts as a guide for writing instruction or seek
out different writing curricula that use mentor texts and have a few teachers pilot them to
see how they work in our setting. Finally, because writing instruction for immersion
students has not been researched sufficiently, I think this study would also be valuable
information for the greater immersion educational community. This study may also
provide concrete ideas for immersion educators across the world who, like me, felt lost
on how to implement best practices of writing instruction. Through this study, I hope that
all stakeholders will be positively affected and given new knowledge to better their
writing practices.

Further Research
Over the course of this study, several questions arose. One question that came up
often throughout this study is how to best support students’ L2 vocabulary needs through
mentor texts. Because students are being asked to write in their L2 it is natural that they
have questions and do not know all vocabulary needed. Although I found students using
vocabulary from the texts in their writing, still many questions of vocabulary would arise
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throughout the study. I would be curious to see if others have done similar research using
mentor texts with immersion students but more focused on supporting their vocabulary in
their L2.

Another question that arose was how to easily select texts that fit well with other
curriculum needs and support specific language and writing needs as well as being
engaging for students. For this particular study, I was only tasked with selecting three
texts, but I could foresee this being a challenge when selecting texts for an entire school
year. When discussing my research with colleagues this was also a concern that came up
in my conversation as many teachers feel incompetent to select the right text. Not only is
this a challenging task, it can also be time consuming if not confident in selecting texts.
Although some research was included in this study in how to choose mentor texts, I
would like to dig more into this question as I think this could be crucial in helping others
use this method of writing instruction.

Lastly, the question that continued to circulate in my mind was the age-old
question of how to make time for mentor text writing instruction on a regular basis.
Because of this study I was obligated to make time for mentor text writing instruction and
student writing time. Although this accountability helped me create time, I still often felt
pinched for time and often had to cut out other activities in order to create time. Because
of the uniqueness of my school and other curricular demands, writing has often been cast
aside. My hope through this study was to research a way of writing instruction that can be
blended into other instruction and curriculum. Although I still believe this is possible
through mentor text writing, I would like to spend more time researching how other
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immersion schools have implemented mentor text writing into their day in order to figure
out a way to best make it work for my classroom, school and students.

Personal Reflection
After spending about a year and half on this study, I now have a much greater
appreciation for those in the educational research field. Although there were many times I
became frustrated with this study, I also feel I have gained new skills I would not have
otherwise acquired. Through this study, I was able to grow not only as an educator but as
a researcher. Even though I may not ever do a research study to this extent again, I now
know how to better go about seeking information and implementing a change into my
classroom and assessing its validity. Going forward, I will be more intentional about my
teaching practices, especially on how to collect useful data and analyze it to best meet the
needs of students. Conducting this study also has helped me become a more confident
leader in my school. Prior to this study, I did not feel as though I had enough valuable
ideas to contribute in a professional development setting. After completing this study, I
now feel as though I have both the knowledge and confidence to share my findings and
ideas with both my colleagues and school administration.

Finally, this research study has given me the tools I have needed to better
understand my students are writers. Writing is an essential skill that students must learn
in order to be able to successfully navigate their adult life. Through this study, I feel I
have been able to open my mind to new ideas and strategies I may have previously
glossed over. This study grew from a place of frustration and self-doubt and although
there is more research and refining to be done, I now am able to embrace the struggle of
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writing and ride that battle along with my students. Although this study is just a small
piece of the research revolving around biliteracy, I hope my findings will make at least a
small impact on students and educators across the globe.
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Appendix B: Pre- and Post- Intervention Drawing Survey
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Appendix C: Pre-Intervention Writing Task
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